Both PARCC and SBAC have said their forthcoming assessments would include performance assessments, or at least a substantial number of nonmultiple-choice questions (Sawchuk 2010) . Performance assessments were popular in the late 1980s and early 1990s largely because both policy makers and educators were disenchanted with multiplechoice tests for many of the same reasons that they're unhappy with them today. Multiple-choice tests narrow the curriculum. They encourage teaching to the test, which, in turn, leads to artificially higher scores. And they force teachers and schools to ignore or spend less time on subjects or grade levels that aren't tested (Herman 2005) .
In the early 1990s, Vermont, Kentucky, California, and Maryland created what they hoped would be successful statewide performance assessments. A key benefit to performance assessments, including portfolios, science experiments, and extended essays, is that such assessments require students to apply their knowledge and use critical-thinking skills. Because a performance assessment encompasses learning at the same time it measures it, teaching to the test can actually be encouraged (Resnick and Zurawsky 2005) .
But assessment policy in the 1990s was far ahead of both the research and the technical quality of the assessments. Scoring reliability of the Vermont portfolios, for example, was too low to use the scores for major accountability purposes (Koretz et al. 1993) . In 1994, Stanford researcher Lee Cronbach led a study of the California Learning Assessment System (CLAS), concluding that the CLAS performance assessment results should not be broadly used to produce individual student scores until serious validity problems were fixed (Cronbach, Bradburn, and Horvitz 1995) .
Cronbach also noted that several of the CLAS test questions had drawn public ire due to their perceived intrusive nature. Enough parents refused to let their children take the test that it produced another validity problem. Despite pleas from Cronbach and others to allow performance assessment developers more time to work out the kinks, policy makers across the nation withdrew their support. By the beginning of NCLB in 2002, few statewide performance assessments remained. The heavy NCLB testing requirements further contributed to the demise of all but the simplest performance assessments. Multiple-choice tests returned stronger than ever.
SCORING, COSTS, AND VALIDITY ISSUES
Many of the factors that worked against performance assessment in their early stages remain challenges today, including scoring, costs, and test validity.
Scoring. We know that performance assessments can be scored with substantial reliability when raters are carefully trained (Baker et al. 1992) . But when done on a large scale, which would certainly be the case for any new multi-state assessment system, scoring can be subject to shortcuts if not downright fraud. Todd Farley's 2009 book, Making the Grades: My Misadventures in the Standardized Testing Industry, documents essay-scoring problems from someone who worked inside testing rooms for years, including in a supervisory role. Farley described in vivid detail the many innovative ways that scoring was "adjusted" in order to meet daily scoring quotas or to correct any number of scoring problems.
For example, Farley wrote that one of the ways to reach high interrater reliability was to simply change errant scores, which he and other rating supervisors did on a regular basis. If they had a consistently errant rater, they would assign that person to rate essays that they knew wouldn't be included in the interrater calculations. Farley wrote that the high demand for scorers who worked as temporary employees led to raters with few, if any, skills that might make them good raters. In scoring the NAEP 2007 reading assessment, he wrote, "While I was relatively confident in the abilities of the others to read, that still left me with questions about the comprehension skills of two-thirds of the team."
Scoring millions of performance tasks every year would require assurances of high-quality raters and substantial safeguards against fraud, especially as the consequences of test use increased. That will require time and money at a time when time and money are in short supply.
Costs. The federal funding announcement suggests that any new assessment system will use multiple assessments, rather than the single multiplechoice assessments used under NCLB. Increasing the total number of assessments -even with recent or future advances in technology -is likely to drive up costs for test development, scoring, and adminBecause a performance assessment encompasses learning at the same time it measures it, teaching to the test can actually be encouraged.
Race to the Top Assessment Criteria
The U.S. Department of Education has high expectations for the Race to the Top Assessments, including the following:
• Assessments should be aligned to a common set of collegeand career-ready, K-12 standards, at minimum in mathematics and English language arts in grades 3-8 and at least once in high school.
• Assessments must be capable of measuring standards that have been traditionally difficult to measure.
• Assessments must include English language learners (ELLs) and students with disabilities and include appropriate accommodations.
• Assessment scoring must be consistent and ideally will include teachers in the scoring process, with the goal that the inclusion will help inform teaching and improve instructional practice.
• Colleges can use results. Students who meet achievement standards can be exempt from remedial courses and placed directly into college courses.
• Assessments must produce student achievement data and student growth data that can be used to:°M easure and report school effectiveness;°M easure individual principal and teacher effectiveness;°D etermine principal and teacher professional development and support needs; and°I mprove teaching, learning, and programs.
• Technology should be used in assessment design, development, administration, scoring, and reporting and can be used by states not involved in the consortia.
[performance assessment] is the way you're going to test, then that's the way I'm going to teach" (Dietel 1999) . In theory, scoring performance assessments by teachers could be included as part of the costs of professional development. But there are at least four considerations.
Opportunity costs.
Teachers who score performance assessments may have less time to participate in other professional development.
Scheduling.
Teacher scoring during the school year would very likely pull teachers away from their classrooms. Waiting to score assessments during the summer, as the other alternative, runs counter to "turnaround times for scoring" that is included in the Race to the Top assessment selection criteria. Paying teachers would likely far exceed the cost of paying temporary employees to score assessments, and it could require contract negotiations.
Declining Effect.
Each scoring session would likely produce diminishing returns in professional development. Teachers would likely learn the most during their first scoring session, but the need for consistent scoring and comparability across years means that each scoring session must be virtually identical to the last. Consequently, the teacher professional development benefit quickly trails off, which could lead to teacher disinterest and a substantial decline in the availability of scorers.
Limited Gains.
Recent evaluations from the What Works Clearinghouse suggest that even relatively high-quality professional development programs have only small or even no effects on student achievement (Viadero 2010) . Those findings are supported by research (Heritage et al. 2008) indicating that even when teachers have formative assessment results for individual students, they have a very difficult time adjusting their instruction to help individual students. Teacher scoring of assessments simply may not have the intended positive effect on learning that we hope.
Validity. Performance assessments are often touted for giving students who don't perform well on multiple-choice tests a different way to show what they know. Using that rationale, performance assessments could be fairer to students, an important part of test validity. But the heavy language demands of many performance assessments may actually disadvantage some students, especially English language learners. As Jamal Abedi explains, virtually any test 34 Kappan May 2011 kappanmagazine.org istration. While substantial savings may result by sharing development costs across states or the federal government could provide supplemental funding, those same cost savings could be applied to multiple-choice tests.
The scoring costs for performance assessments could be subsumed under the umbrella of teacher professional development. For example, teachers involved in scoring performance assessments have frequently said that the scoring process showed them that most students don't have a very deep knowledge in a given subject area; consequently, they would take that experience back to their classroom and change instruction accordingly. As one teacher said, "If this with language demands is also a test of language skills for English language learners. Simplifying the vocabulary and shortening the sentence length on a test boosts the performance of ELL students (Abedi and Dietel 2004) .
Also, performance assessment questions are typically longer or use more complex language than multiple-choice questions. In one example, a single performance assessment test question contained more than 180 words (Darling-Hammond and Adamson 2010). Similarly, many performance assessments require students to write extended responses, which can disadvantage any student with a writing deficit. The CRESST content assessment explanations, for example, require students to write a comprehensive essay after reading original source documents. Research indicates that not only do all students have difficulty with these types of test questions, but that both ELLs and students with disabilities struggle even more. On the 2007 NAEP 8th-grade writing assessment, for example, only 5% of ELL students and 6% of students with disabilities scored at or above proficient levels, compared to 34% of non-ELL students and 35% of nondisabled students.
TEACHER AND PRINCIPAL EVALUATIONS
The major validity issue may be the proposed use of the new assessments for teacher and principal evaluations. Objections from teacher unions derailed some state applications for federal Race to the Top funds (McNeil 2010) . Such concerns are supported by national testing standards, which are very clear on linking the validity of a test to its use:
It is the interpretations of test scores required by proposed uses that are evaluated, not the test itself. When test scores are used or interpreted in more than one way, each intended interpretation must be validated. (AERA, APA, and NCME 1999) Thus, the expansion of test uses for teacher and principal evaluations requires increased evidence to justify that use, regardless of the type of test. Another consideration is that the student assessments are indirect, not direct measures of teacher or principal quality.
The test validity issue is further complicated by policies that vary not only between states, but also between school districts within the same state. These policies include how much a test score should count in a teacher's evaluation and how much improvement should be expected over time.
Performance assessments would also have to overcome somewhat greater validity hurdles than multiple-choice tests if for no other factor than the number of questions on a performance test are fewer than on a multiple-choice test, thus limiting the interpretations that can be made from the test (Popham 2000) . Even as part of a larger assessment system that includes multiple-choice questions, weakness in any component will affect the entire system. Robert Linn, former president of the National Council on Measurement in Education, points out that only a fraction of teachers will be evaluated using student test scores because a minority of the total teaching force teaches English language arts or mathematics in the grades tested. He adds that "value-added results will only be available in grades 4 through 8, since there is no pre-measure for grade 3 or in most cases for high school" (R.L. Linn, personal communication, July 6, 2010).
HALF-FULL PERSPECTIVE
Admittedly, it's easy to be a critic, so let's look at the upside of the Race to the Top assessment program.
First, the federal government is investing over $350 million in this effort, rather than just creating a new federal mandate. Yes, many strings are atkappanmagazine.org V92 N8
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tached, but this is a funded opportunity. At minimum, we'll substantially increase our knowledge about what works in assessment systems.
Second, we now have common standards that should reduce or even eliminate a sizeable state burden and responsibility. The new assessments could similarly reduce a major state burden.
Third, states are members of consortia and, therefore, will be able to pool resources. There could be substantial savings over time.
Fourth, assessment technology has made some significant advances that could help consortia reach federal goals. Transferrable templates, game-like learning tasks, plus automated scoring and reporting with virtually instant feedback to teachers are either available now or in advanced development stages. The federal government, for example, funds the Center for Advanced Technology in Schools, which is conducting experiments on how games can integrate reasoning, practice, and feedback in order to simultaneously promote and assess learning.
Finally, researchers are now key partners in this effort; with NCLB and the first performance assessment movement, they were in a catch-up phase. As we go forward, here are some factors that might be helpful:
• States, districts, teachers, researchers, and policy makers will have to be patient. Anyone seeking a fast track to success, like the performance assessment movement in the early 1990s, is likely to be disappointed. 
